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Introduction

Research has shown that teachers significantly contribute to the success of students and
schools (see, e.g, Rivkin, Hanushek, & Kain, 2005). As a result, a great deal of attention is
being paid to understanding how to attract, allocate, and retain high-quality educators. Of
particular concern is the equitable distribution of high-quality educators, as a number of
studies show that teachers are sorted across schools and districts in a way that significantly
disadvantages urban schools and schools with higher proportions of non-White, low-income,
and low-performing students (see, e.g., DeAngelis, White, & Presley, 2010; Lankford, Loeb,
& Wyckoff, 2002; Loeb, Kalogrides, & Horng, 2010). This is echoed in recent policy
developments, particularly the U.S. Department of Education’s “Excellent Educators for All,”
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50-state teacher equity initiative.

Recent studies focusing on the spatial geography of teacher labor markets in New York State
(Boyd, Lankford, Loeb, & Wyckoff, 2005) and nationally (Reininger, 2012) demonstrate
that inequities in teacher distribution stem largely from the initial match of teachers to
their first teaching assignment. Specifically, these studies show that teachers appear to have
strong preferences for working in schools that are in close proximity to where they grew

up or in settings (e.g., urban, suburban) similar to that of the K-12 schools they attended.
For example, Boyd et al. (2005) found that 61% of first-year public school teachers in New
York State worked in schools within 15 miles of their hometown and 85% worked within
40 miles. Similarly, Engel, Jacob, and Curran (2014) found that teachers were 40% less
likely to apply to a school for every three mile increment further the school was from their
home. Reininger (2012) confirmed these results for teachers using national data and also
showed that geographic size of new teacher labor markets tend to be more limited than
those of similarly-aged college graduates in non-teaching occupations. Martin (2000) notes
that workers across many non-education occupations also tend to demonstrate a strong
attachment to place, thereby creating geographically limited, segmented labor markets.

Furthermore, Boyd et al. (2005) and Reininger (2012) found that urban teachers, non-
White teachers, and teachers with weaker academic qualifications tend to be even less mobile
than their non-urban, White, and more academically skilled peers. Similar studies from
other professions (Eliasson, Lindgren, & Westerlund, 2003) have also found differences

by education level, with more educated workers showing more geographic mobility than

less educated workers. While studies of other occupations have shown that gender is also a
contributing factor to the geographic size of labor markets (with women having somewhat
less mobility relative to men; Reininger, 2012), neither Boyd et al. (2005) nor Reininger
(2012) found any evidence of gender differences in the geographic size of the labor market
for teachers. Some studies from non-teaching professions have also reported differences by
age, with younger workers showing more geographic mobility than older workers (Eliasson et
al., 2003) and that individuals from lower socioeconomic groups experience geographically
smaller labor markets and are more likely to switch employment within the same market
instead of moving (Martin, 2000; Reininger, 2012).

1 C e .
See htep://www.ed.gov/news/ press-releases/new-initiative-provide-all-students-access-great-educators
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Cannata (2010) and Engel et al. (2014) find evidence that new teachers tend to choose
schools with high proportions of students sharing their own race or socioeconomic
background. Other research has shown that more academically skilled teachers tend to
choose higher performing schools with smaller proportions of minority students (DeAngelis
et al., 2010; Reichardt, 2000; Scafidi, Sjoquist, & Stinebrickner, 2007). Consequently,
teachers’ preferences tend to disadvantage urban schools, which must depend on non-urban
school graduates to help fill their demand for teachers. This potentially results in a cycle

in which better academically qualified teachers are more likely to work in schools that are
already performing at a relatively high level, whereas underperforming schools tend to attract
teachers who are less academically qualified.

In this study, we build on Boyd et al.’s (2005) and Reininger’s (2012) research by
descriptively exploring the association between new teacher characteristics and the distance
between their home area (defined throughout this paper as where one graduated from high
school) and the location of their first teaching employment. We consider the distance from
one’s home area to the location of their first teaching assignment to be an indicator of the
geographic size of new teacher labor markets. Shorter distances are reflective of geographically
smaller labor markets, whereas longer distances are reflective of geographically larger labor
markets. We explore four primary research questions:

1. Is there regional variation in the new teacher pipeline in Illinois?
2. What does the geographic scope of new teacher labor markets look like in Illinois?

3. Does the geographic scope of new teacher labor markets differ by the teachers’

demographic and academic characteristics?

4. What are the relationships between the demographics of teachers and the schools
they attended and the schools where they initially teach?

This study builds on the existing spatial geography studies of teacher labor markets in

two ways. First, we utilize a more recent, state-level dataset with complete information on
both high school and baccalaureate college attendance to examine the spatial geography

of the labor market for new teachers. Second, we expand beyond the geographic setting to
determine how similar (or not) the characteristics of teachers’ first schools are to those of

the high schools from which they graduated. Studies show that schools across settings in the
U.S., suburban schools in particular, are becoming increasingly diverse in terms of students’
racial/ethnic, socioeconomic, and language characteristics (Aud, Fox, & KewalRamani, 2010;
Frankenberg, 2012). To the extent that teachers’ preferences for similar settings reflect their
preferences for serving students with familiar characteristics, we consider the extent to which
changing student demographics are affecting new teachers across settings, including those
who started their careers in what they perceived to be familiar ones, such as teaching within
the same district as their high school or a feeder school district.

6 IERC 2015-1



Methodology

This study builds on a prior IERC study (White, DeAngelis, & Lichtenberger, 2013),

which connects data from the Illinois State Board of Education (ISBE), the Illinois Board of
Higher Education (IBHE), and the National Student Clearinghouse (NSC) for two cohorts
of Illinois students, the public high school classes of 2002 and 2003 (N= 225,196). This
unique, longitudinal state database tracks students through five distinct stages of the new
teacher supply pipeline: college entry, enrollment in a four-year college, completion of a
bachelor’s degree, teacher certification, and employment as a teacher in an Illinois public
school (see Figure 1.

Completes a Earns lllinois Becomes
High School College Bachelor’s teaching K-12 Public
Degree certificate School Teacher

« Aspires to teach < Enrolls in 2-yr college * Regular

+ Does not aspire to teach + Enrolls in 4-yr college « Alternative

(in-state or out-of-state) .
* Provisional
« Does not enroll in college . Substitute

Figure 1. lllustrates the conceptual model of the stages in the new lllinois teacher pipeline. Adapted
from The student has become the teacher: Tracking the racial diversity and academic composition

of the teacher supply pipeline (IERC 2013-3), by White, B. R., DeAngelis, K. J., and Lichtenberger,
E. J., 2013, lllinois Education Research Council at Southern lllinois University Edwardsville.

To address the first research question concerning regional variation in the new teacher
pipeline, we track changes in the proportion of students from each geographic region of the
state who progress to each stage in this pipeline. To address the remaining research questions
regarding the role that geography plays in where new teachers obtain their first teaching
employment, we focus our analyses on the 7,209 new teachers who emerged from the two
Illinois high school cohorts.

.. Click to read a Summary of “The Student
Becomes the Teacher”

Our longitudinal dataset allows us to identify the high school from which each teacher
graduated (a proxy for his or her hometown), the college from which he or she earned a
bachelor’s degree, and the Illinois public school at which he or she began his or her teaching
career. To explore the geographic size of new teacher labor markets, latitude and longitude
coordinates for each teacher’s high school and initial teaching assignment were obtained from
the Common Core of Data maintained by the U.S. Department of Education’s National
Center for Education Statistics.” Geographic coordinates for each bachelor’s degree-

’ See White, DeAngelis, & Lichtenberger, 2013 for further details on the data and methodologies utilized in this
study.

’ Not all new teachers could be assigned to a single school location, as some held itinerate positions within a
school district (serving multiple schools), and some new teachers served schools across an entire regional office of
education. For these individuals, we used the geographic coordinates of the main administrative building for the
educational entity—school district or regional office of education.
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granting institution were obtained from the Integrated Postsecondary Education Data System, also
maintained by U.S. Department of Education’s National Center for Education Statistics. This set of
coordinates allowed us to calculate distances between three points for each new teacher:

*  high school to bachelor’s granting institution;
*  bachelor’s granting institution to first teaching assignment; and
*  high school to first teaching assignment.

As a measure of academic qualifications in this study, we use each individual’s ACT composite score
that was recorded as part of the State-required 11th grade Prairie State Achievement Examination
(PSAE). For analytic purposes, we break the ACT distribution into thirds with those scoring 22 or
above in the top third, those scoring 18 to 21 (inclusive) in the middle third, and those scoring 17
or below in the bottom third (see White et al., 2013 for more information). For race/ethnicity, we
use separate racial/ethnic categories where possible, but collapsed categories (i.e., Minority) when
needed due to small sample sizes. Data on college competitiveness were derived from Barron’s
(2003). As in other IERC publications (see, e.g., Smalley, Lichtenberger, & Brown, 2010), this
study divides the state of Illinois into seven distinct geographic regions based, in part, on the
Regional Offices of Education for which the corresponding high school was located. The seven
geographic regions used in this study—Chicago, Northeast, Northwest, West Central, East Central,
Southwest, and Southeast—are displayed in Figure 2.

Northwest Northeast

Southwest

Legend Southeast

Colleges and Universities

®  Community College
v Private for-profit

Private not-for-profit

Figure 2. Maps indicating the seven geographic regions in lllinois, along with all postsecondary institutions
by type, with Chicagoland area detail (adapted from A longitudinal study of the lllinois high school class
of 2002: A six-year analysis of postsecondary enrollment and completion (IERC 2010-3), by Smalley,

D., Lichtenberger, E.J., and Brown, K.S., 2000, lllinois Education Research Council at Southern lllinois
University Edwardsville).
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The data used in this study provides some advantages over the datasets used in existing
studies. Our dataset contains 7,209 first-time teachers, a large enough sample to examine
differences by teacher characteristics, namely race/ethnicity and academic qualifications,

and among more localized geographic areas within Illinois. Further, all of the teachers
started teaching in an Illinois public school between 2006 and 2012, so the study provides a
needed update to existing research on the spatial geography of new teacher labor markets. In
addition, complete location information for high school and baccalaureate college allows us
to fully consider the influence of each location on teachers’ initial location of employment.*
Because the teachers in our dataset represent the population of first-time public school
teachers from the 2002 and 2003 cohorts of Illinois high school students, inferential tests
of differences are not necessary (Evans & Rosenthal, 2010; Wehrly, 2010). Thus, we use
descriptive statistics to address the research questions. For the sake of simplicity and due to
the fact that there were no substantial trend differences between the two cohorts involved in
this study, we show combined statistics for the cohorts throughout this report.

4
In contrast, Boyd et al. (2005) were missing hometown information for 41% of the individuals in their dataset
and used college attended instead for those cases.
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In the first section of results, we examine the progress of #// 225,196 Illinois students from

the 2002 and 2003 high school cohorts through the new teacher pipeline by geographic
region in Illinois. In the remainder of the paper (sections II through V of the results), we
Jocus solely on the 7,209 teachers who emerged from these cohorts. Section two describes
the distances these teachers travelled between their high school, college, and first teaching
employment, and associations between these distances and other teacher and school
characteristics. The next section of results describes the flow of teachers between their

The Geography of the New Teacher Pipeline

their high school, college, and first teaching employment. There, we move beyond the
distance travelled to consider more deeply the direction and patterns of teachers movement
among regions in Illinois. The final section considers the relationship between teacher
demographics, the characteristics of the high schools they attended, and the characteristics of
the schools where they entered teaching.

I.  llinois’ New Teacher Pipeline by Region

Because college enrollment and completion patterns in Illinois differ widely by geographic
region (Lichtenberger & Dietrich, 2012; Smalley et al., 2010 ) and because research shows
that many teachers obtain positions in close proximity to where they attended high school
(Boyd et al., 2005), we begin our study by investigating the regional nature of the teacher
pipeline described in Figure 3 above. Table 1 provides descriptive statistics for all high
school graduates from these cohorts by region. Note that students from the Northeast region
(suburban Chicago) made up almost half (49.0%) of all high schoolers at the onset of this
study. Demographically, students in the Northwest, East Central, West Central, Southeast,
and Southwest regions were each more than 80% White, whereas the Northeast region had
about 35% non-White students, led by Latinos at 10.1% and followed closely by African
Americans and Asians at 8.5% and 6.3%, respectively. Students from Chicago, on the other
hand, were predominantly non-White, with 44.9% African American, 30.7% Latino, and
8.3% White. Students in the Northeast region were strongest academically, with 44.3% of
students scoring in the top ACT third and only 29.5% scoring in the ACT bottom third,
whereas students from Chicago had the lowest ACT scores, with only 13.0% in the top
third and 65.6% in the bottom third. Across the remaining regions of the state, ACT scores
were somewhat more equally distributed between the top, middle, and bottom thirds, with
roughly 30-40% of students in each region in each group. Among those emanating from
regions outside of Chicago and the surrounding suburbs (Northeast region), students from
the Southeast region were somewhat weaker academically with proportionally more students
from the bottom third and proportionally fewer from the top third in terms of performance
on the ACT. The vast majority (81.7%) of Chicago students were racial/ethnic minorities
from the bottom two-thirds of the ACT distribution, but Chicago also had the highest
concentration (9.5%) of non-White students from the top academic tier, with the Northeast
region following closely behind (8.1%). The remaining regions were each composed of
roughly 50-60% White students from the bottom two-thirds of the ACT distribution and
about 30-35% White students from the top third of ACT, 10% non-White students from
the bottom two-thirds, and less than 3% racial/ethnic minority students from the top third
of ACT.

10 IERC 2015-1




Table 1. Characteristics of the High School Students, by Region

Northeast East West
Overall Chicago (non-CPS) | Northwest Central Central Southeast | Southwest

N 225,196 31,339 110,324 21,068 17,098 17,227 9,166 18,950
% Overall 100.0 13.9 49.0 9.4 7.6 7.7 4.1 8.4
Race

% African American 12.5 44.9 8.5 3.6 5.8 59 3.9 8.7

% Asian American 4.3 5.9 6.3 1.4 1.3 1.0 1.1 1

% Latino 10.2 30.7 10.1 54 22 1.8 15 1.7

% Multi-racial 35 41 42 2.7 27 23 2.0 22

% Native American 0.5 0.5 0.4 0.6 0.5 0.7 0.6 0.8

% White 63.7 8.3 63.9 82.8 84.1 85.6 89.0 81.9

% Missing 52 5.7 6.7 3.5 3.4 2.7 1.9 3.6
ACT Composite

% Top 1/3 (ACT 2 22) 36.4 13.0 443 34.8 38.1 35.2 29.2 33.8

% Middle 1/3 26.8 21.4 26.2 29.6 29.9 294 30.1 29.1

% Bottom 1/3 (ACT < 17) 36.8 65.6 29.5 35.6 32.0 355 40.7 37.2
ACT & Race*

% Minority, ACT Top 1/3 6.0 9.5 8.1 24 25 2.0 14 21

% White, ACT Top 1/3 30.7 3.4 36.8 32.8 35.8 33.6 27.9 32.0

% Minority, ACT Bottom 2/3 26.8 81.7 234 11.9 10.5 10.1 7.8 12.9

% White, ACT Bottom 2/3 36.5 5.4 31.7 53.0 51.2 54.4 62.8 53.0

* Includes only those with valid (i.e., non-missing) race and ACT data.

Next, we explore differential rates of progress through the new teacher pipeline by region.
As shown in Table 2, students from Chicago enrolled in college at lower rates relative to
students from the other regions. This was not unexpected given the region’s overall academic
profile, as displayed in Table 1. Relatively fewer students from the Southeast region took

the four-year pathway (conditional upon enrollment in any college), whereas substantially
more students from the Northeast region enrolled in a four-year college (again, conditional
upon enrollment in any college). Considering only those students who enrolled at four-
year institutions, there was significant variation in bachelor’s degree completion rates
between these regions, ranging from 51.5% for students from the Northeast (non-Chicago)
region to 26.5% for students who attended Chicago high schools.” There was also some
regional variation in the proportions of baccalaureate degree recipients who earned teaching
certification, with a high 0of 29.9% in the Southeast and a low of 16.1% in Chicago. The
Chicago portion of the pipeline is even further narrowed in the final stage, where its students

Table 2. Conditional Rates of Progress Between Each Stage in the Pipeline, by Student’s High
School Region

% of 4-Year
% of High % of College- College-

% of Bachelor’s % of
Schoolers Attendees Attendees Recipients Certificants
Enrolling Enrolling in Completing a Certified to Becoming a

Geographic Region in Any College | 4-Year College Bachelor’s Teach in IPS Teacher in IPS
Chicago 61.3 63.6 26.5 16.1 384
Northeast (non-CPS) 78.2 741 G5! 20.6 47.8
Northwest 71.5 60.5 40.0 241 46.6
East Central 75.0 61.9 41.0 22.6 41.9
West Central 73.0 64.2 42.6 23.2 43.4
Southeast 78.5 54.2 32.6 29.9 40.1
Southwest 75.2 61.6 374 24.3 40.2

’ These regional college-going and completion phenomena in Illinois have been discussed in considerable depth
elsewhere, Lichtenberger & Dietrich (2012) and Smalley et al. (2010).
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experienced the lowest transition rate from certification to teaching in Illinois public schools
(IPS). Only 38.4% of the certificants from Chicago transitioned to become an Illinois public
school teacher, compared to more than 40% in all other regions.

Figure 3 shows how the regional differences in rates of progress change the composition of
the teacher pipeline, with a particular emphasis on students from the Northeast region and
Chicago at each stage. As indicated in Figure 3, at the first stage, 49.0% of students were
from high schools in the Northeast region and 13.9% were from Chicago Public Schools
(CPS). At each of the next three stages in the pipeline (enrollment at any college, enrollment
at a four-year college, and completion of a bachelor’s degree), the proportion of students
from the Northeast region increased while the proportion from CPS declined, such that,

The Geography of the New Teacher Pipeline

by the end of the bachelor’s completion stage, 60.2% of baccalaureate recipients originated
from the Northeast region compared to only 6.9% from Chicago. This trend stopped at the
certification stage, however, where both regions were somewhat underrepresented among
teacher certificants—57.7% of certificants were from the Northeast region compared to
5.2% who attended high school in Chicago. Again this was due to differential regional rates
of progress between the bachelor’s degree and teacher certification stages as described in Table
2. Nonetheless, by the time these students arrived at the employment stage, 60.6% of the
new teacher supply pipeline was composed of students who were initially from high schools
in the Northeast region, compared to only 4.4% who attended Chicago high schools. CPS
produced the fewest number of new teachers with the exception of the Southeast region
(4.4% to 3.9%) despite that fact that Chicago had the second greatest number of high school
graduates by a considerable margin (at least 10,000 high school graduates). Many of the

- . Region
250,000 Region 9
O Chicago
O chi Y
\cago 15,000 5:2% O Northeast (non-CPS)
[ONortheast (non-CPS) !
13.9% ENorthwest
Chicago O Northwest
B [ East Central
200,000 [H East Central
EWest Central
[ West Central B Southeast
M Southeast .Soumeas‘
o, outhwes
e o M Southwest 10,000 57.5%
2%\ | chicago
150,000 —
z
§
i} 51.5% i
= 10.7%
PS) 5
Chi
100,000 e 5,000 Bk 60.6%
56.1% 6.9%
Chicago
ps)
50,000 | o=
(non-CPS) Norinast . ‘
52%  (non-CPS) Earn Teaching Teach
Chicago 69.6%
9 44%  Norfheast Certificate inIPS
Chisago (nor|-CPS)
0
High School Enrollin ~ Enrollin ~ Bachelor's  Eam Teach
Any College 4-Year College Degree  Teaching in IPS
Certificate
Stage

Figure 3. lllustrates the changes in the composition at each stage of the new teacher pipeline for each
region based on high school location and provides a detailed graphic emphasizing the last two stages.
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smaller downstate regions produced more teachers in actual numbers and proportionally
relative to CPS. Therefore, to a certain extent, the regional nature of the new teacher pipeline
can largely be explained by the disproportional loss of students emanating from Chicago
throughout the pipeline, and the disproportional increase of students from the Northeast
region at all stages with the exception of one (certification).

As depicted in Table 3, we also found substantial regional differences in the racial/ethnic
and academic background characteristics of the new teachers from these cohorts. First,

note that there were too few teachers to display (<10 individuals) from many of the race-
region combinations, indicating a dearth of newly minted non-White teachers across

many areas of the state. Next, it is clear that White students constituted large swaths of

the pipeline throughout most of the state, constituting at least 84% of those who became
teachers from all regions except Chicago. Teachers who started in Chicago high schools
were considerably more diverse than teachers who started in other regions of the state, but
still not representative of the racial/ethnic demographics of Chicago high school students
in these cohorts as a whole. That is, from the original regional cohort that was 8.3% White,
44.9% African American, and 30.7% Latino (see Table 1), the portion of the pipeline
flowing from Chicago high schools produced a group of new teachers that was 16.3% White,
30.4% African American, and 38.9% Latino, over-representing Whites and Latinos, while
substantially under-representing African Americans.

When academic background is taken into consideration, we find that between a half and
two-thirds of the teachers emerging from each region except Chicago came from the top
ACT third, and no more than 11.1% from any region except Chicago came from the bottom
ACT third. For teachers emerging from Chicago, on the other hand, about half (47.0%)
were from the middle third of the ACT distribution and just over a third (36.1%) were

from the top third by ACT. It should be noted that the teachers emerging from CPS had

Table 3. Racial/Ethnic and Academic Composition of Those Who Became Teachers, by Student’s
High School Region

‘ ‘ Northeast East ‘ West ‘
Overall (not CPS) | Northwest Central Central Southeast | Southwest
Background Characteristics
Race/Ethnicity (%)
% African American 3.3 30.4 2.5 — 2.0 2.2 — —
% Asian American 2.4 7.2 3.1 — — — — —
% Latino 4.9 38.9 4.5 2.8 — — — —
% Multi-racial 1.9 — — — — — — —
% Native American 0.2 — — — — — — —
% White 84.7 16.3 84.3 92.6 93.2 94.6 98.2 93.9
% Missing 2.6 — — — — — — —
ACT Composite
% Top 1/3 (ACT = 22) 61.0 36.1 66.0 55.2 60.6 53.5 50.3 56.4
% Middle 1/3 31.3 47.0 27.5 36.4 34.9 37.6 401 324
% Bottom 1/3 (ACT < 17) 7.6 16.9 6.5 8.4 4.4 8.9 9.6 1.1
Race and ACT*
% Minority, ACT Top 1/3 5.6 252 6.3 2.6 — 1.9 — 2.5
% White, ACT Top 1/3 31.8 10.5 59.4 52.6 58.5 51.9 49.5 53.7
% Minority, ACT Bottom 2/3 7.4 57.8 6.5 3.0 3.3 3.2 — 2.7
% White, ACT Bottom 2/3 55.2 6.5 27.8 41.8 36.4 43.1 49.1 41.1

* Includes only those with valid (i.e., non-missing) race and ACT data.
— Indicates cells with fewer than 10 individuals.
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noticeably stronger academic qualifications relative to CPS graduates as a whole (see Table 1),
as did the teachers emerging from the other regions.

Examining these cohorts by racial/ethnic and academic categories combined, the bottom
section of Table 3 shows that there are some regions with insufficient numbers of minority
teachers from these cohorts to report, even after collapsing across all non-White racial/
ethnic categories. For all of the regions with the exception of Chicago and the Northeast,
White students from the bottom two-thirds by ACT constituted about 40-50% of new
teachers, White students from the top ACT third represented 50-60% of new teachers,
with only limited representation of minorities regardless of academic preparation (usually
less than 5%). Teachers from the Northeast region were somewhat more diverse (compared
to teachers from the other regions except Chicago) and stronger academically (relative to
the rest of the state). A quarter (25.2%) of the teachers who emerged from Chicago were
non-Whites from the top third academically—by far the largest proportion from any of the
regions—whereas more than half were racial/ethnic minorities from the bottom two-thirds of
the ACT distribution—also, the largest proportion by far of all the regions.

._ Click to read Supply and Demand
for Teachers in Chicago

Il. The Distance between High School, College, and First Teaching Position
among New Teachers

In the following sections we transition from examining a// 225,196 students from the cohorts
to focus solely on the 7,209 teachers who emerged from these cohorss. In this section we analyze
the distance between teachers” high school, college, and first teaching location and whether
teacher characteristics are related to the geographic range of these labor markets. Our analyses
confirm previous findings (Boyd et al., 2005; Reininger, 2012) that teachers tend to begin
their careers working relatively close to where they attended high school. Of the 7,209 new
teachers in the study, nearly half (3,573) were teaching in the same county as the high school
from which they graduated and slightly more than one-in-five (1,610) were in the same
district or a feeder district as where they graduated high school.’

As illustrated in Figure 4, the median distance between a new teacher’s high school and their
first teaching employment was roughly 13 miles. Roughly two-thirds of new teachers in our
study gained employment within 20 miles of the high school from which they graduated,
and four in every five new teachers were employed within 30 miles of their high school. The
vast majority of new teachers—nearly nine in ten—began their career within 60 miles of
their previous high school.

% The state of Illinois has the greatest number of school districts in the country—there were 863 during academic
year 2013-2014 (http://nces.ed.gov/surveys/ruraled/TablesHTML/5localedistricts.asp, Illinois State Board of
Education, n.d.b.). Some school districts are comprised of both high schools and elementary schools and are
known as unit or consolidated districts. Other districts, aptly named high school districts, are comprised of a
single high school or multiple high schools. Nested within the high school districts are one or more elementary
school districts that ‘feed’ into the high school district. We considered teaching in the ‘same district’ as being
employed in the district in which they graduated high school, or in one of feeder elementary districts if they were
from a high school district.
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Figure 4. The cumulative proportion of new lllinois teachers attending college within select
distances from their high school, obtaining their first teaching assignment with select distances
from their college, and obtaining their first teaching assignment with select distances from their
graduating high school.

Figure 4 also shows that new teachers in our study tended to start their careers substantially
closer to home than to where they attended college. The median distance between a new
teacher’s high school and their bachelor’s granting institution was 84 miles—more than six
times the median distance between their high school and their first teaching employment.
Similarly, about 80% of new teachers attended college within 140 miles of home, whereas
80% of new teachers began their careers within 30 miles of home. The median distance
between one’s college and their first teaching employment was 76 miles, or slightly less than
the median distance between their high school and where they went to college. This suggests
that a small portion of new teachers may also be drawn into a geographic labor market

near their college, and is reinforced by recent research showing that about 15% of new
teachers performed their student teaching in the same school where they were initially hired

(Goldhaber, Kreig, & Theobold, 2014).
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Next, we examine whether there is any relationship between teacher characteristics and the
geographic size of the labor markets for their initial teaching positions (see Table 4). Similar
to Boyd et al. (2005) and Reininger (2012), we find that new teachers with higher ACT
scores tended to be more mobile than their counterparts with lower ACT scores. Students
from the top third of the ACT distribution travelled, on average, about 3.5 miles further
from home for their first teaching position compared to students from the bottom third of
the ACT distribution. It is also important to note here that students from the top third of
the ACT distribution also tended to travel further for college than students from the bottom
third by ACT and the between group differences were substantially larger than what we
found for high school to first teaching assignment.

The Geography of the New Teacher Pipeline

Table 4. Median Distance in Miles by ACT Category

College
HS to First to First
HS to Teaching Teaching
College Assignment  Assignment
Top 1/3 222 99.8 13.6 92.5
Middle 1/3 57.2 1.4 54.9
Bottom 1/3 <17 40.6 10.2 42.7

Next, we examine the median distances between high school, college, and first teaching
assignment across race/ethnicity categories. As shown in Table 5, new Latino teachers were
the least mobile in terms of both the distance from their high school to college and their high
school to first teaching employment. New African American teachers were among the most
mobile in terms of college location (median distance of 93.7 miles), but among the least
mobile in terms of the location of their first teaching assignment (median distance of 8.1
miles). New Asian teachers, on the other hand, had the opposite pattern—they were among
the least mobile groups in terms of college location ( 30.7 miles), but among the most mobile
in terms of their first teaching employment (13.6 miles). New teachers who were White

were among the most mobile race/ethnicity group in terms of both college location (88.7
miles) and first teaching position (13.3 miles). These findings generally confirm those from
previous studies (Boyd et al., 2005; Reininger, 2012), indicating that Latino and African
American teachers tend to have geographically smaller labor markets than White teachers.

Table 5. Median Distance in Miles by Race/Ethnicity

College
HS to First to First

HS to Teaching Teaching
Race/Ethnicity College Assignment Assignment
African American 93.7 8.1 61.5
Asian American 30.7 13.6 25.1
Latino 22.7 6.4 241
Multi-Racial 57.2 1.4 54.5
Native American 50.9 15.9 57.6
White 88.7 153 81.8
Missing 96.3 8.6 83.4
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We also examine the distances between high school, college, and first teaching position by
each new teacher’s region of origin (that is, where they attended high school). As shown in
Table 6, teachers who emanated from Chicago were the most homebound by a considerable
degree with regard to all three of the distance measures. New teachers originating from the
Northeast region traveled the farthest for college, but on average, still taught fairly close to
home (median distance of 11.1 miles). New teachers emanating from the Southwest and
Southeast regions had nearly identical distance patterns across all three measures, which
suggests the geographic size of the labor markets for new teachers in the southern regions of
the state are fairly similar.

Table 6. Median Distance in Miles by Region of Origin

College

HS to First to First

HS to Teaching Teaching

HS Region College Assignment  Assignment

Chicago 9.2 5.4 10.7
Northeast 108.9 11.1 105.5
Northwest 71.8 20.2 59.7
West Central 52.5 17.6 47.9
East Central 46.3 24.2 52.5
Southwest 41.7 16.6 44.5
Southeast 42.0 16.6 41.7
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Because research suggests that teacher characteristics influence the geographic size of labor
markets (Reininger, 2012), we also wanted to investigate whether a teacher’s prior school
context played a role in the geographic scope and whether this potential influence was
homogeneous across regions. To do this, we compared labor market sizes for teachers who
attended high minority (= 75% non-White) high schools to those for teachers who graduated
from a lower minority school (<75% non-White) and for teachers who attended high
poverty (250% free- or reduced price-lunch [FRL]) high schools to those who graduated
from lower poverty (<50% FRL) high schools.7 As shown in Figure 5, almost two-thirds
(65%) of teachers who graduated from a high-minority high school began teaching in the
same school or district from which they graduated, compared to only 20% of teachers who
did not graduate from a high-minority high school. As shown in Figure 6, we also find that
teachers emanating from high schools with high proportions of economically disadvantaged
students tend to have somewhat smaller geographic labor markets than those who graduated
from high schools with fewer economically disadvantaged students. Although, the difference
shown in Figure 6 is much less pronounced than the difference associated with minority
status shown in Figure 5.

100%

90%

—

80%

/

70%

/

60%

50%

40%

30% —

20%

10%

Same 10 20 30 40 50 60 70 80 90 100 110 120 130 140 150
District
or Feeder

Miles from High School to First Teaching Assignment

= Graduated from a High Minority
High School (n=333)

Graduated from a Not High Minority
High School (n=6,876)

Figure 5. Percentage of new teachers within same district or feeder school district and cumulative
proportion for out-of-district teachers within select distances by graduating high school racial
composition status.

" These designations for “high poverty” and “high minority” schools are borrowed from Reininger (2012).
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Figure 6. Percentage of new teachers within same district or feeder school district and cumulative
proportion for out-of-district teachers within select distances by graduating high school poverty
composition status.

To see whether the differences in Figures 5 and 6 were skewed solely by high-minority schools
in Chicago, we performed a similar analysis by region. As shown in Figure 7, the within-
group difference based on high school context existed primarily for teachers originating from
non-Chicago schools, whereas teachers originating from Chicago have much smaller labor
markets regardless of the demographics of the school from which they graduated. Therefore,
there was a great deal of regional variation in examining high school poverty status and its
relationship with the distance between high school and one’s first teaching assignment.
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or Feeder
Graduated from a Chicago High Minority = Graduated from a Non-Chicago High Minority
High School (n=203) High School (n=130)
-==-Graduated from a Chicago Not High Minority -===Graduated from a Non-Chicago Not High Minority
High School (n=116) High School (n=6,760)

Figure 7. Percentage of new teachers within same district or feeder school district and cumulative
proportion for out-of-district teachers within select distances by graduating high school racial
composition status and geographic location.
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Figure 8 illustrates that, relative to new teachers emanating from other areas of the state,
substantially more of the teachers emanating from CPS obtained teaching positions within
their high school district, regardless of high school poverty status. Further, the within-region
differences based on high school poverty status, demonstrating tighter labor markets for those
graduating from high poverty schools, were smaller outside of Chicago than they were for
new teachers who graduated from CPS.
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Figure 8. Percentage of new teachers within same district or feeder school district and cumulative
proportion for out-of-district teachers within select distances by graduating high school poverty
composition status and geographic location.

lll. Regional Flow between High School, College, and Initial Teaching
Location

Having established how far teachers travel to work and how this differs by teacher and school
characteristics, we wanted to examine where teachers travel to work. To study this question,
we use Sankey diagrams (see Schmidt, 2008) to visually display the flow, or strength of
movement, between high school, college, and first teaching regions. Sankey diagrams are
helpful in illustrating dominant contributions to an overall flow. In the following Sankey
diagrams (Figures 9-11), each geographic region of Illinois (see Figure 2) is color-coded

and the width of each line proportionally represents the number of individuals moving
sequentially from one region (on the left) to another (on the right) to attend college or
obtain a teaching position. As in the previous section, these analyses refer solely to the 7,209
teachers from our dataset, 7oz the full cohorts of all students.

A. Flow from High School to College. First, we explore the regional interaction between
each teacher’s high school (as a proxy for their home area) and the location of their
baccalaureate college. As shown in Figure 9, many new teachers earned their bachelor’s
degrees at colleges located outside of their home region, with 13% of Illinois teachers from
these cohorts earning their baccalaureate degrees at an out-of-state institution. However,
in terms of college location, teachers from some regions—such as the East Central and
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Figure 9. The flow or movement of study group members from their region of origin (based on high
school location) to the region in which they earned their bachelor’s degree.

Southeast—demonstrated more homebound tendencies, whereas those from other
regions—such as the Northeast and Northwest—showed considerably more movement
outside their home region. Whereas three out every five of the new teachers from this study
originated in the Northeast region, only 10% graduated from colleges located in that region.
Further, new teachers emanating from high schools in the Northeast region constituted

a sizable proportion of bachelor’s degree recipients within all of the other regions in the
state, and in most cases they were the majority (with the exception of the Southeast and
Southwest regions). New teachers originally from the Northeast region also constituted the
overwhelming majority of out-of-state baccalaureate degree earners in this study.
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Figure 9 also shows that nearly two-fifths of Illinois’ new teachers from these cohorts
attended colleges in the East Central region, even though only about 7% originated from
that region. Much of the movement towards the East Central region can be explained by the
fact that three of the major producers of teachers in the state—Illinois State University, the
University of Illinois at Urbana-Champaign, and Eastern Illinois University—are located

in this region. Although most of the new teachers graduating from high schools located

in the East Central region attend college in that same region, they only comprise a small
proportion of the total number of teachers attending college in the East Central region. The
movement towards colleges in the East Central region tended to be strong even for new
teachers originating from some of the more homebound regions. For example, even though
most teachers originally from the Southwest and Southeast regions remain in their respective
regions for college, the second strongest flow is to colleges in the East Central region.

There was limited movement of study group members from high schools located elsewhere
to the colleges in the Southeast and Southwest regions. Again, this can be explained in part
by the location of higher education institutions within Illinois—as noted in Smalley et al.
(2010), only one four-year college, Southern Illinois University Carbondale (SIUC), is
located within the Southeast region and the travel distance between SIUC and the state’s
population centers is relatively large (see Figure 2). The Southwest region is served by slightly
more four-year institutions (one public four-year, Southern Illinois University Edwardsville,
and three independent colleges), but is also a relatively large distance from the state’s
population centers.

B. Flow from College to First Teaching Position. As illustrated by the Sankey diagram

in Figure 10, there was considerable movement towards the main population center of the
state—Chicago and the surrounding suburbs—as study group members moved from their
bachelor’s granting colleges to their first teaching employment. Some of the movement
towards Chicago and particularly its suburbs in the Northeast region stemmed from colleges
in the East Central region of the state, but this flow was not limited to graduates from the
East Central region alone. Whereas the majority of new teachers in the Northeast region
attended colleges in the East Central region, teachers whose first assignment was in the
Northeast came in large numbers from colleges within every region—including outside of
Illinois—with the exception of the Southeast and Southwest. Most new CPS teachers from
our study were graduates of colleges located in Chicago, the East Central region, and outside
of Illinois.

Similarly, most of the new teachers who attended college outside the state obtained their
first teaching position in the Northeast region or CPS. Most of the study group members
graduating from colleges located in Chicago gained teaching positions in the surrounding
area, that is within the Northeast region or CPS. Inter-regional movement among graduates
from the Northeast, Southwest, and Southeast regions was extremely limited, as most stayed
in their college region to begin teaching. A majority of study members who attended
college in the East Central and Northwest regions gained their first teaching position in the
Northeast region. For those same study group members, the next most popular area for their
first teaching position was the region in which they attended college. Overall, those who
attended college in the southern regions of the state tended to begin their teaching careers
within the same region, with only little movement to the other regions.
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Figure 10. The flow or movement of study group members from the region of their bachelor’s
granting college to the region in which they began teaching.
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C. Flow from High School to First Teaching Position. Finally, we describe the movement
from each new teacher’s high school region to the region of their first teaching assignment.
Note that this graphic does not take college location into consideration. As illustrated by the
Sankey diagram in Figure 11, there was a larger proportion of new teachers who graduated
from high schools in the Northeast region (60.6%) than who began their teaching careers
there (52.8%). As a result, the Northeast region “exports” a sizeable proportion of teachers
to most other regions of the state (with the exception of the Southeast and Southwest).
Notably, a large contingent of teachers originating in the Northeast began their teaching
careers in CPS. In fact, two-thirds of new CPS teachers from this study group graduated
from high schools in the Northeast region.

Nonetheless, most new teachers in the Northeast region were high school graduates from

the Northeast, and each of the other regions accounted for only a limited proportion of

new teachers in the Northeast. Similarly, an overwhelming majority of the new teachers
originating in CPS high schools begin their teaching careers within CPS. Further, as hinted
earlier in this report, only 4.4% of the all new teachers (n=7,209) in the study were CPS high
school graduates, whereas CPS accounted for more than twice that number (10.7%) of the
newly hired teachers in the study. Thus, Chicago is a net “importer” of teachers from other
regions of the state, primarily the Northeast.

Like CPS, the East Central region, and to a lesser extent the West Central region, accounted
for proportionally more of the newly hired teachers than the number of new teachers
emanating from the high schools within those regions. Further, most of the study group
members originally from the East and West Central regions ended up teaching within those
same regions, with only a limited degree of movement outside the given region. Therefore,
there was some movement into the West and East Central regions among new teachers
emanating from elsewhere to account for the proportional growth.
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Figure 11. The flow or movement of study group members from their region of origin (based on their
high school) to the region in which they began teaching.

http://ierc.education 25



The Geography of the New Teacher Pipeline

ERC

D. Flow between High School, College, and First Teaching Employment. As shown

in the Sankey diagrams in Figures 9, 10, and 11, an overwhelming majority of all new
teachers in this study began teaching in the same region they attended high school or,
secondarily, the region in which they attended college. More than three quarters (77.4%)

of the new teachers in the study began their career within their region of origin and 85.7%
started teaching within their region of origin or the region in which they attended college.
However, it should be noted that only 13.3% of the new teachers both attended college

and obtained their first job within their region of origin. In this section of the report, we
examine the relationship between all three points—high school area, area of college, and
location of first teaching employment—to see if any patterns can be discerned. We focus our
analyses on the movement into and out of the Northeast and CPS because these two regions
exhibited the most inter-region flow and had the largest sample sizes.’ As described in the
first part of this report, much of the variation in the new teacher pipeline can be explained
by the proportional gain of graduates from high schools in the Northeast region and the
proportional loss of CPS graduates, as the pipeline progresses from high school graduation,
to and through college, and ultimately to teaching.

Figure 12 illustrates the flow of new teachers out of Chicago Public School to both their
baccalaureate college and their first teaching assignment. This graphic shows that:

*  More than four out of every five, or 81.8%, new teachers originally from Chicago
also began their teaching career in Chicago; the majority of these new teachers had
also graduated from a college located within the city of Chicago (57.5%), with the
remainder having graduated from Illinois colleges outside the region (24.9%) or
from out-of-state institutions (14.2%);

*  Nearly 15% of the new teachers originally from Chicago began teaching in the
surrounding suburbs and once again, the overwhelming majority were graduates of
Chicago-based colleges (65.2%); and

e Although a third of the new teachers originally from Chicago attended college
outside of the city of Chicago, the vast majority of these individuals returned to
Chicago to start their teaching career.

8 . . .
Note that some regions are combined for these analyses due to small sample sizes.
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Figure 12. Movement of new teachers who graduated from a CPS high school to college location
and first teaching assignment.
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Figure 13 illustrates the flow of new teachers out of high schools in the Northeast region to
both their baccalaureate college and their first teaching assignment. As shown in Figure 13:

*  Two out of every five new teachers originally from the Northeast region attended
college in the East Central region and the overwhelming majority of those
individuals returned to start their teaching careers in schools within the Northeast
region;

* Ofall of the regional interactions, the flow from high schools in the Northeast to
colleges in the East Central region, and finally back to schools in the Northeast
region was the strongest (about a third of the new teachers originally from the

The Geography of the New Teacher Pipeline

Northeast region took that pathway);

*  Of the new teachers from the Northeast attending college in the East Central region
who did not return home, most either obtained their first teaching job in CPS or
stayed in the East Central region;

* A fair number of new teachers from the Northeast region had attended college
out-of-state (16.4%), of which an overwhelming majority begin teaching in the
Northeast region or CPS; and.

*  Nearly all of the new teachers from the Northeast who also attended college in the
Northeast, also started teaching within the region.
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Figure 13. Movement of new teachers out of high schools in the Northeast Region to college and
first teaching assignment.
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We have previously shown that the majority of new CPS teachers emanate from the Chicago
suburbs (60.2%) and only a third of new CPS teachers were CPS graduates (32.2%) (see
Figure 12). Figure 14 shows the flow of new teachers into CPS schools from both their
baccalaureate college and the high school from which they graduated. The graphic shows
that:

*  Two out of every five new CPS teachers attended college in Chicago, with about half
of those new teachers having graduated from a high school in the Chicago suburbs
and the other half from CPS;

*  About a third of new CPS teachers had attended an Illinois-based college outside

The Geography of the New Teacher Pipeline

of the Chicago area (remainder of state). The overwhelming majority of these new
teachers emanated from high schools located in the Northeast region;

*  Most of the new CPS teachers from outside Chicago and its surrounding suburbs
had attended an Illinois college outside the Greater Chicago area; and

*  More than one out of every five (22%) new CPS teachers had attended college out-
of-state and most of those newly hired teachers had graduated from high schools in
the Chicago suburbs.
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High School . College Teaching
(n=769) ~ (n=769) CPS
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CPS 33.9%
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Chicago
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Remainder
of State

Remainder of State 5.9%

22.0%
Out of State

Figure 14. Flow of new CPS teachers from high school through college.
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Figure 15 displays the flow of new teachers into schools located in the Northeast region from

both their baccalaureate college and the high school from which they graduated. This graphic

illustrates that:

Only one percent of the 3,809 new teachers in the Northeast region were CPS high
school graduates. Among that small number, nearly two-thirds had attended college
in Chicago;

There were about five times as many new teachers in the Northeast region who

originated from other regions in Illinois outside of Chicago and Northeast region

(5.7%), relative to CPS (1.2%);

The overwhelming majority of these new teachers had attended college outside of the
Chicagoland area; therefore, it did not appear that many of the new teachers in the
Chicago suburbs originally from outside the region were drawn into the geographic
labor market because of the location of their college;

More than half of the new teachers in the Northeast region (55%) had graduated
from a high school within the region and had attended an Illinois college outside the
region;

Around 15% of the new teachers in the Northeast region had gone to both high
school and college within the region;

Another 15% of the new teachers had graduated high school within the Northeast

region, but attended college outside the state; and

Although nearly all of the new teachers in the Northeast region were originally from
the region (93%), the overwhelming majority of these new teachers had attended
college outside the region (about 85%).
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Figure 15. Flow of new teachers into schools in the northeast region from high school and through
college (n=3,809).
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Noting the sizable flow of teachers from the Northeast region into Chicago (see Figure 14),
we wanted to explore the characteristics of these teachers and how they compared to those
who stayed in the Northeast and those who graduated from Chicago high schools and began
teaching in CPS. As shown in Table 7, this analysis reveals that new CPS teachers from the
Northeast region had stronger academic qualifications than their counterparts who stayed
in the Northeast region. Additionally, we find that new CPS teachers imported from the
Northeast region were more ethnically diverse than their peers who stayed in the Northeast
(though not as diverse as those who graduated from CPS). Further, higher proportions of
new CPS teachers originally from the Northeast region attended more selective four-year
colleges. Well over half of the new CPS teachers from the Northeast region had graduated
from a very or highly/most competitive institution (56.6%), as measured by Barron’s. This
was more than double the rate of their counterparts from the Northeast who started teaching
in the Northeast (26.8%) and, surprisingly, only about 10 percentage points higher than CPS
graduates who teach in CPS schools (46.4%). These findings run counter to research that
has established that urban teachers serving disadvantaged students, on average, tend to have

graduated from less competitive colleges and universities than their suburban counterparts
(Lankford et al., 2002).

Also, proportionally more of the teachers imported into CPS from the Northeast region
were certified via non-traditional routes (22.7%), relative to their counterparts from the
Northeast who stayed in the Northeast (9.5%). Looking at race and academics combined,
we find that non-White students from the top academic tier represent more than three times
the proportion of the pipeline moving from the Northeast to Chicago (14.9%) as they

do of Northeast high school graduates who stay in the Northeast to teach (4.7%). Also,
White students from the bottom two-thirds of the ACT distribution are proportionally
underrepresented among those from the Northeast who begin teaching in Chicago (16.0%)
compared to their peers who begin teaching in the Northeast (28.8%).
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Table 7. Characteristics of Teachers by High School Region

=
Northeast to Northeast CPS i
Northeast to CPS to CPS U%
N| 3547 | 463 | 261 E
ACT g
Top 1/3 64.4 72.6 34.5 =
Middle 1/3 28.6 21.8 471 §
Bottom 1/3 7.0 5.6 18.4 g
Mean 23.2 24.0 20.9 B
Barron’s Selectivity é"
Highly/Most and Very Competitive 26.8 56.6 46.4 %
Competitive 66.9 33.9 26.1 ®
Non-Competitive 4.8 7.6 26.1
Other 1.4 1.9 1.5
Race/Ethnicity
African American 1.9 6.9 30.7
Asian American 2.0 9.1 8.4
Latino 4.5 5.6 SIES
Multi-Racial 2.0 4.1 3.8
Native American — — —
White 86.1 70.6 15.7
Missing 3.4 3.7 3.8
Non-Traditional Certification 9.5 22.7 17.2
Race and Academics
Non-White, Top 1/3 ACT 4.7 14.9 234
White, Top 1/3 ACT 57.3 54.6 10.0
Missing, Top 1/3 ACT 2.4 3.0 —
Non-White, Bottom 2/3 ACT 5.8 10.8 571
White, Bottom 2/3 ACT 28.8 16.0 5.7
Missing, Bottom 2/3 ACT 1.0 — —
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IV. The Demographics of Teachers and the Schools Where They Begin
Teaching

Finally, we explore the relationships between teacher demographics and the demographic
characteristics of the schools in which they began teaching. This analysis is especially
important because some studies show that a racial/ethnic match between teachers and
students has a positive impact on minority student outcomes such as achievement growth
(Dee, 2004; Goldhaber and Hansen, 2010; Hanushek, Kain, O’Brien, & Rivkin, 2005;
Villegas & Irvine, 2010). Other research has shown that new teachers tend to choose
schools which contain high proportions of students sharing their race and socioeconomic
background and that more academically skilled teachers tend work in higher performing
schools with smaller proportions of minority students (Cannata, 2010; DeAngelis et al.,
2010; Reichardt, 2000; Scafidi et al., 2007).

We begin this analysis by investigating initial school demographics by teacher race. As
displayed in Table 8, new teachers tended to begin their careers in schools with higher
proportions of same-race students. For example, White teachers began teaching in schools
that are, on average, 63.5% White, while African American teachers began teaching in
schools that are only 15.8% White, on average. Similarly, African American teachers tended
to begin their careers in schools with larger proportions of same-race students, Latino
teachers began their careers in schools with larger proportions of Latino students relative to
all other teacher racial/ethnic groups.

Table 8. School Racial Composition of First Teaching Assignment by Teacher Race/Ethnicity*

School Racial Composition
of First Teaching Assignment

Mean %
Teacher African
Race/Ethnicity American
White (n=5,933) 63.5 13.5 16.1 4.0
African American (n=237) 15.8 69.5 11.0 1.9
Latino (n=351) 27.3 16.2 50.0 4.1
Asian American (n=172) 401 21.8 28.5 6.9

*Rows do not add up to 100% due to the Illinois State Board of Education’s recording of school demographics
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Looking at these statistics by teacher ACT category (see Table 9), we see that more of the
teachers from the top third of the ACT distribution began teaching in schools with lower
proportions of both non-White and economically disadvantaged students as compared with
lower achieving teachers. Further, considerably more of the teachers from the bottom third
of the ACT distribution began teaching in high minority or high poverty schools relative to
high achieving teachers.

Table 9. School Demographics of First Teaching Assignment by Teacher ACT

School Demographics of First Teaching Assignment

Mean % Eligible

for Free
Teacher ACT or Reduced
Composite Priced Lunch | % High Minority | % High Poverty
Top 1/3 59.8% 41.0% 19.4% 34.6%
Middle 1/3 58.1% 48.2% 22.3% 43.1%
Bottom 1/3 53.6% 54.0% 27 1% 52.3%

Table 10 shows that teachers who themselves attended high minority schools began their
teaching careers at schools with considerably larger proportions of non-White students
relative to teachers who graduated from high schools with lower concentrations of non-White
students.

Table 10. School Racial Composition of First Teaching Assignment by Racial Composition of
Teacher’s High School

Demographics of First Teaching

Teacher Attended Assignment
High Minority Mean %
High School High Minority Non-White
No 17.3% 38.9%
Yes 85.0% 89.8%

Similarly, and as shown in Table 11, substantially more of the teachers who themselves
attended high-poverty high schools began teaching in a high poverty school relative to
teachers who did not graduate from high-poverty high schools.

Table 11. School Poverty Composition of First Teaching Assignment by Poverty Composition
of Teacher’s High School

School Poverty Composition of First
Teaching Assignment

Mean % Eligible

Teacher Attended for Free or
High Poverty Reduced Price
High School % High Poverty Lunch

No 36.0% 42.4%
Yes 81.6% 73.9%
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Next, we analyze these same data using both teacher demographics and the demographics of
the schools from which they graduated to see if we could determine which of these factors
had a larger influence on the types of schools where new teachers tended to begin their
careers. Table 12 shows that both the demographics of the teachers original school and the
teacher’s own race/ethnicity play a large role in initial teaching placement. Across all racial
groups, teachers who graduated from high minority high schools began teaching in a high
minority high school at about twice the rate of new teachers who graduated from high
schools with less than 75% non-White student populations. At the same time, however,
almost half (46%) of African American teachers who graduated from non-high minority
high schools began teaching in a high minority school, compared to only about a quarter

(24%) of White teachers who graduated from high minority high schools.

Table 12. School Racial Composition of First Teaching Assignment by Racial Composition of
Teacher’s High School and Teacher Race

School Racial Composition of First
Teaching Assignment

Teacher Attended
High Minority Teacher Mean %
High School Race/Ethnicity % High Minority Non-White
No African American 46% 64.8%
Asian American 27% 50.9%
Latino 33% 56.9%
Multi-Racial 21% 41.6%
Native American (N<10) (N<10)
White 13% 32.0%
Missing 22% 43.4%
Yes African American 78% 86.4%
Asian American 52% 68.8%
Latino 67% 78.9%
Multi-Racial 43% 64.4%
Native American (N<10) (N<10)
White 24% 50.5%
Missing 45% 63.4%
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Next, we examine the interaction between teachers’ academic backgrounds, their high
school demographics, and the demographic characteristics of their initial teaching location.
In this instance, as shown in Table 13, we found that teachers’ own high school economic
contexts tended to trump their ACT scores in terms of their initial teaching location. The
between-group differences, based on high school economic context, were much greater than
the within-group differences based on ACT scores. For example, substantially more of the
top third ACT teachers who graduated from a high poverty high school begin teaching in a
high poverty school (74.0%) relative to top third ACT teachers who graduated from a low
poverty high school (33.2%) equating to a difference of over 40 percentage points; whereas
the difference between the top and bottom third ACT teachers from low and high poverty
schools was only 13.2% and 17.4%, respectively.

Table 13. School Poverty Composition of First Teaching Assignment by Poverty Composition of
Teacher’s High School and Teacher ACT

First Teaching

Graduated from a High ACT Assignment in High
Poverty HS Composite Poverty School
Top 1/3 33.2%
No Middle 1/3 39.3%
Bottom 1/3 46.4%
Top 1/3 74.0%
Yes Middle 1/3 83.9%
Bottom 1/3 91.4%
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V.  Shifting Demographics Over Time

In a previous section of this report, we examined the proportions of teachers who returned to
teach in the same (or feeder) districts from which they graduated. However, it is important
to note that even when teachers return to their home districts, this does not necessarily mean
they are returning to schools that are demographically similar to those they attended prior

to college. In fact, student demographics in Illinois and nationally have been changing quite
swiftly in recent years—between 2002 and 2012, the proportion of Illinois public school
students living in poverty increased from 37.5% to 49.0% and the proportion of non-White
students increased from 40.7% to 49.0% (Northern Illinois University, 2014).

The Geography of the New Teacher Pipeline

Table 14 shows the average differences in student demographics between the high school
from which a teacher graduated and the school in which he or she began teaching. Each
column describes the location of a teacher’s first teaching employment in relation to his

or her high school location, and the color-coding in the table’s cells indicates whether

the differences are indicative of a proportional increase (blue shading) or decrease (black
shading) relative to the school from which he or she graduated. The darker the shaded color,
the greater the standardized difference. In terms of interpreting standardized differences,
any difference (in absolute terms) greater than 20 is considered large (Rosenbaum &

Rubin, 1985). This analysis illustrates the degree to which new Illinois teachers across all
geographic regions in this study tended to begin teaching in schools with higher proportions
of disadvantaged students than the contexts these teachers experienced as students. Though
evident across all geographic regions in the State, the change in student demographics

was most pronounced for teachers who graduated from and began teaching in schools
within CPS and the Chicago suburbs (Northeast region), where the proportion of non-
White (especially Latino in the Northeast) and students living in poverty increased most
dramatically in the intervening years. But this holds true regardless of region for teachers
who began teaching in the same school or district they attended as students; they returned
to schools that had become significantly less White and increasingly low income since their
graduation.

Table 14. Average Differences in Characteristics of Students Between First School of Employment and Former High School

Teaching Teaching in Same Region
Teaching in Same
in Same District or West East
Overall School Feeder CPS Northeast Northwest Central Central Southwest | Southeast

School Demographics 7,003 286 1,609 260 3,473 414 388 330 365 190
% White -28.0 -36.3 -40.1
% African American 41.6 10.6 15.1 30.8 38.6 18.1 31.0 49.0 5815) 15.7
% Latino 49.4 18.4 243 18.3 69.3 48.3 39.0 46.2 28.7 343
% Asian American -11.5 58 -6.0 -61.5 -6.2 1.7 14.8 275 0.0 0.0
% Limited English Proficiency 26.1

% Low Income

Cells are shaded according to their differences from zero. Proportional Decrease .::l Proportional Increase l:]

'_ Click to see demographic characteristics for former
High School and First School of Employment
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The regional nature of the new teacher pipeline can largely be explained by the
disproportional loss of students emanating from Chicago throughout the pipeline at all
stages, and the disproportional increase of students from the Northeast region at all but one
stage (certification). Whereas 49.0% of the students in our study started out in high schools
in the Northeast region, these students constituted 60.6% of the new teachers in our study.
Conversely, 13.9% of the students in our study graduated from Chicago Public Schools
(CPS), but these students constituted only 4.4% of the teachers emerging from our study.

auljadid Jayoea| ma ay} jo Aydesdosy ay|

The characteristics of teachers emerging from these regions also differed considerably.
Teachers from these cohorts who attended high schools in the Northeast region tended to
be more diverse (compared to teachers from the other regions except Chicago) and stronger
academically (relative to the rest of the state). The large number of racial/ethnic minority
teachers emerging from CPS meant that Chicago produced the largest proportion of highly
academically qualified minority teachers and the largest proportion of non-White teachers
from the bottom two-thirds of the ACT distribution, both by a substantial margin.

Similar to existing studies, we find the geographic size of labor markets for new teachers
overall to be quite small and even more limited for non-White teachers and teachers with
weaker academic backgrounds. We find that two-thirds of teachers began teaching within
20 miles of the high school from which they graduated, nearly half began teaching in the
same county as their prior high school, and more than one fifth (22%) returned to the same
school district from which they graduated (or a feeder district). Reininger (2012) found
that, among high school graduates, the median distance between one’s home area and his or
her first job was seven miles, whereas the median distance for non-teaching college graduates
was 54 miles. We find that the median distance between a new teacher’s home area and his
or her first teaching employment was roughly 13 miles, suggesting that the geographic labor
markets for new teachers were considerably more similar to those of high school graduates

than they were to other college graduates.

We also find that the sorting of new teachers is more closely linked to their home areas than
to where they attended college, though we do find some evidence that college location can
provide a secondary geographic labor market for new teachers. New teachers in our study
tended to start their careers substantially closer to their high schools than to where they
attended college—about 80% of new teachers attended college within 140 miles of their
previous high school, compared to 80% who began their careers within 30 miles of their high
school.

Our findings generally confirm those from previous studies (Boyd et al., 2005; Reininger,
2012) indicating that Latino and African American teachers tend to have geographically
smaller labor markets than White teachers. We also find that new teachers with higher ACT
scores tended to travel further—for both college and their first teaching position—than
their counterparts with lower ACT scores. We find that new teachers who emanated from
Chicago were the least mobile, by a considerable degree, with regard to all three of the
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distances measured in this study. Further, we find that teachers who graduated from high-
minority high schools began teaching in the same district from which they graduated at
much higher rates than those who attended majority White high schools.

Looking at the regional flow from home to college, we find that large proportions of new
teachers earned their bachelor’s degrees at colleges located outside of their high school region,
with 13% of Illinois teachers from these cohorts earning their baccalaureate degrees at an
out-of-state institution. Whereas three out every five of the new teachers from this study
originated from the Northeast region, only 10% graduated from colleges located in that
region, and nearly two-fifths of Illinois’ new teachers from these cohorts attended colleges in
the East Central region, even though only about 7% originated from that region. Much of
the movement towards the East Central region can be explained by the fact that three of the
major producers of teachers in the state—Illinois State University, the University of Illinois at
Urbana-Champaign, and Eastern Illinois University—are located in this region.

Our analysis of the flow from college region to first teaching assignment shows that there
was considerable movement towards the main population centers of the state—Chicago and
the surrounding suburbs—as new teachers moved from their bachelor’s granting colleges to
their first teaching assignments. A majority of study members who attended college in the
East Central and Northwest regions gained their first teaching position in the Northeast
region, and most of the new teachers who attended college outside the state obtained their
first teaching assignment in the Northeast region or CPS. However, teachers who attended
college in the southern regions of the state tended to begin their teaching careers within the
same region.

The flow from home to first teaching assignment showed that there was a larger proportion
of new teachers who graduated from high schools in the Northeast region (60.6%) than
who began their teaching careers there (52.8%). As a result, the Northeast region tends

to “export” a sizeable proportion of teachers—most notably to Chicago. CPS, on the

other hand, accounts for more newly hired teachers than it creates with their high school
graduates and is thus a net “importer” of teachers from other regions of the state, primarily
the Northeast. In fact, two-thirds of new CPS teachers in this study group came from the
Northeast region. Further examination of the sizable flow from the Northeast region to
Chicago revealed that these new teachers had stronger academic qualifications than their
counterparts who stayed in the Northeast region and were more ethnically diverse than their
peers who stayed in the Northeast (although not as diverse as those who graduated from
CPS). Also, proportionally more of the new CPS teachers emanating from the Northeast
region earned their initial teaching certification through alternative routes, relative to both
CPS graduates teaching in CPS and in particular those emanating from the Northeast who
stay in the Northeast to teach.

Looking across all three points (high school, college, and first teaching assignment), we
found that the overwhelming majority of all new teachers in this study began teaching in the
same region in which they attended high school or, secondarily, the region in which they
attended college. More than three quarters (77.4%) of the new teachers in the study began
their career within their region of origin and 85.7% started teaching within their region of
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origin or the region in which they attended college. However, it should also be noted that
only 13.3% of the new teachers were entirely bound by their region of origin in term of
college attendance as well as their first job.

The findings from our analysis of the relationships between teacher demographics and

the demographic characteristics of the schools in which they began teaching suggest that
geographic size of labor markets are more closely linked to characteristics of a teacher’s high
school than to their ACT scores. In particular, we find that teachers who graduated from
high minority or high poverty high schools were much more likely to return to teach in their
home districts than were teachers who did not attend high poverty or high minority schools

irrespective of academic qualifications.

Finally, we find that even when teachers return to their home districts or to locales similar

to those from which they graduated, they are not necessarily working in schools that are
demographically analogous to those they attended prior to college. Illinois teachers across

all geographic regions tended to begin teaching in schools with higher proportions of
disadvantaged students than the contexts these teachers experienced as students, particularly
teachers who graduated from and began teaching in suburban schools, where the proportion
of non-White (especially Latino) and poor students increased most dramatically in the
intervening years. This holds true even for teachers who began teaching in the same high
schools they attended as students; they return to schools that have become less White and

increasingly low income since their graduation.
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Discussion & Implications

First, an important methodological implication arose from this study. Our results indicate
that Illinois students who become teachers, on average, are willing to move much farther
away from home for college than they are for their first teaching jobs. In fact, we document
considerable movement away from one’s home area to attend college in this study. Thus,
we question the utility of using college location as a hometown proxy, particularly for new
teachers emanating from suburban locales.

The Geography of the New Teacher Pipeline

As with similar studies (Boyd et al., 2005; Reininger, 2012; Cannata, 2010), we find that
new Illinois teachers who entered the profession in recent years have strong preferences for
schools that are close in geographic proximity and setting to those they attended as high
school students. However, we found substantial regional variation in the movement or flow
of new teachers between their high schools, where they attended college, and where they
began teaching. Some regions, such as the Northeast region and CPS were more “open”
systems at key points and demonstrated a considerable degree of inter-regional movement
from high school to college, but there was usually an equally strong movement back towards
the region of origin in transitioning from college to teaching. The Southwest and Southeast
regions, on the other hand, appeared to be quite “closed” systems at all points, with minimal
movement outside the region among study group members emanating from those regions,
along with limited movement into those regions from elsewhere in the state, for either
college or employment. The East Central and West Central regions were net importers of
teachers, thought not to the extent of CPS. As a system, the East Central region was quite
open to movement into the region, not only as a large importer of college students from
elsewhere in the state, but also for new teachers entering the profession. However, for new
teachers originally from the East Central, the region likely appeared quite closed as, generally,
new teachers from the East Central region stayed in the region for college and to begin
teaching. Therefore, depending on the perspective, a region such as the East Central might
be relatively closed for those emanating from the area, while still being somewhat open to
outsiders. The opposite seemed to be true for the Northeast region, with a substantially
high degree of movement from the area for both college and first teaching assignment, but
limited movement into the region for college or teaching for those who grew up outside the
Northeast region.

Prior research (Boyd et al., 2005; Reininger, 2012; Cannata, 2010) has noted that teachers’
preferences for geographic and social familiarity may make staffing more difficult for schools
in areas that do not produce as many teachers as they need, like Chicago. Others (Engel
etal., 2014; Caneva, 2015) have argued that Chicago Public Schools’ teacher residency
requirements—that all CPS teachers live within the city limits—might discourage teachers
from the suburbs from applying to work in the city. However, our study reveals that teachers
“imported” to Chicago from the neighboring Northeast region were substantially better
qualified academically and more racially/ethnically diverse than teachers who remained in
the city’s suburbs (though less diverse than native Chicago teachers). This partially dispels
the notion that traditionally-disadvantaged, hard-to-staff urban schools—at least those
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in Chicago—are unable to attract well-qualified candidates from elsewhere (Boyd et al.,
2005; Lankford et al., 2002). In fact, we found that more than half of the teachers who

were imported into CPS graduated from colleges classified as very competitive or better

by Barron’s (2003), much higher than the rate of their counterparts from the Northeast

who stayed in the Northeast to begin teaching. These findings also support previous IERC
research (DeAngelis, White, & Presley, 2010) showing that the academic characteristics of
new CPS teachers were on par with experienced teachers throughout the rest of Illinois by
the mid-2000s. It is conceivable that the quality and quantity of CPS applicants, particularly
from the Northeast suburbs, would be even higher in the absence of CPS residency
requirements. However, more research is needed to determine how such a policy change
would affect the employment prospects of teacher candidates originally from Chicago (only a
third of new CPS teacher were CPS graduates) and consequently the racial/ethnic diversity of
new CPS teachers (new teachers originally from CPS are overwhelmingly more diverse than
new teachers emanating from all other regions).

Teachers imported to CPS from the Northeast also had higher rates of alternative certification
than those who stayed in the Northeast (though similar rates to teachers native to CPS). A
previous IERC report using these data showed that alternative certification routes could

be a productive source of high achieving, diverse teachers (White et al., 2013). However,
alternatively certified teachers also tend to have higher turnover rates than traditionally
certified teachers (Boyd, Dunlop, Lankford, Loeb, Mahler, O’Brien, & Wyckoff, 2012)
and other previous IERC research (DeAngelis & Presley, 2007) indicates that new Illinois
teachers with high academic qualifications teaching in disadvantaged locales tended to leave
their initial schools at relatively high rates. It is also important to remember that getting
these diverse, academically talented teachers—from Chicago and the rest of the state—into
disadvantaged schools is only the first step, and there need to be concerted efforts to retain
these high-quality educators in the highest need schools after their initial employment.
Therefore, we recommend examining the retention patterns of these teachers as an area of
further inquiry.

Adverse selection (Lazear, 2003) suggests that highly qualified individuals from traditionally
disadvantaged areas tend to leave their home area to pursue better opportunities elsewhere,
arguably leaving their original area further disadvantaged. This idea is not specific to
teaching, but can easily be applied to schools—i.e., disadvantaged schools do not produce
enough students with strong academic qualifications who make it through the teacher
pipeline and students with stronger academic qualifications who do emerge from the pipeline
would be likely to seek teaching employment outside their home area. With our findings

the opposite held true; we found that nearly all of the new teachers emanating from CPS
began teaching in CPS. Further, we found no evidence that the limited number of new
teachers who emanated from CPS but began teaching in the Chicago suburbs outpaced their
peers who stayed to teach in CPS in terms of academic qualifications. In fact, new teachers
from CPS who started in CPS had a slight advantage in terms of performance on the ACT
relative to CPS graduates who began teaching in the Chicago suburbs. However, our results
showing lower rates of teacher certification and transition into teaching by certificants suggest
that selection may occur earlier in the pipeline, as teaching competes with other potential
occupations and better academically qualified CPS graduates opt to pursue opportunities
outside of teaching.
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Further research is needed to determine the reasons why, at least initially, well-qualified
candidates from the surrounding suburbs find CPS to be a desirable teaching destination.
Beginning teacher salaries in CPS are typically lower than those in the north and west
suburbs, but superior to the rest of the metropolitan region, as well as other large, urban
districts (see, e.g., Illinois State Board of Education, 2008). Perhaps the reality of the labor
market for new teachers—particularly during the economic downturn that many of the study
group members experienced as they began their teaching careers—was simply such that
more employment opportunities were available at high minority and high poverty schools.
Cannata (2010) suggests that new teachers may use student demographics in the job search
process merely as proxies for things they really care about (such as administrative support
and the professionalism of colleagues) but cannot easily assess. However, prospective Illinois
public school teachers now have access to similar data from the Illinois 5Essentials survey,
the results of which are widely publicized and readily available via ISBE’s state report cards.
Thus, another direction for future research could involve assessing new teachers’ use of these
data and their role in the geographic scope of teacher labor markets.

To the extent that teachers” preferences for proximate school settings reflect their preferences
for serving students with familiar characteristics (Cannata, 2010), our results indicate

that the new Illinois teachers in this study—including those who returned to teach in the
same district, or even the same high school, from which they graduated—may have been
somewhat surprised by what they found. Illinois public schools have become significantly
more racially/ethnically and socioeconomically diverse now relative to when the study
group members graduated from high school back in 2002 and 2003. Much of the shift

can be attributed to increases in the Latino and low-income student populations, and
corresponding decreases in the proportions of White, higher income public school students.
This suggests that all new teachers, not just those in urban environments, will need to be
prepared for the possibility of working in substantially different educational settings from
what they experienced as students. The numerous accounts presented in Frankenberg

and Orfield (2012) suggest that teachers and administrators are not well prepared for the
demographic transformation that is taking place in U.S. schools. As the case studies in

their book show, efforts within local districts focused on assisting teachers to address the
increasing and changing needs of students can be helpful, but are generally not sufficient.
While Frankenberg and Orfield focus on the impact of markedly increasing student diversity
in suburban schools, our results indicate that new teachers across Illinois regions and locale
types need to be prepared to serve a more diverse student body from higher poverty families.
Moreover, our results reinforce the recommendation we made in our earlier study (White et
al., 2013) regarding the need to continue efforts to diversify the teaching corps in Illinois.
Across all regions in Illinois, high school graduates who later became teachers in the public
schools were less racially/ethnically diverse than the high school cohorts from which they
came, and they started teaching in even more diverse schools. While the growing gap in
diversity between teachers and students in Illinois and elsewhere has been well documented
(Boser, 2011; NCES, 2009), we demonstrate in this study that the issue has implications for
schools statewide, not simply for those in Chicago and the surrounding suburbs.

Given the scope of the changes taking place, it would seem that centralized efforts, such
as focused efforts by teacher preparation programs to train all teachers to address issues of
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diversity, are warranted. Illinois, like many states, requires prospective teachers to complete
coursework on diverse learners (including students with Individualized Education Programs,
English language learners, students who are underrepresented in the school population

and other at-risk students), and experience field placements in diverse settings and with
diverse students (ISBE, n.d.a), and the Illinois Professional Teaching Standards (Illinois
State Board of Education, 2013) emphasize teaching and understanding the spectrum of
student diversity (e.g., race and ethnicity, socioeconomic status, special education, gifted,
English language learners, sexual orientation, gender, gender identity). Further, ISBE and
individual institutions have encouraged and established numerous programmatic approaches
to increasing the diversity of the teaching force in recent years (see Associated Colleges of
Illinois, 2015, for an overview of several of these efforts), but more research is needed to
determine the efficacy of these various approaches.

The dependence of urban districts like Chicago on attracting teachers from non-urban
settings to help fill their teaching needs has focused attention on the gap in college going and
college completion rates between students from urban versus non-urban locales (Reininger,
2012; Vegas, Murnane, & Willett, 2001). While we show in this report that the four-year
college completion rate of students from Chicago was indeed significantly lower than that
of students from other regions in Illinois, we also demonstrate that graduates of CPS high
schools aspired to teach, earned teacher certification upon college graduation, and entered
teaching upon certification all at lower rates than graduates of high schools in other regions
on Illinois. Thus, our study indicates that there are multiple points in the pipeline from high
school through college and into teaching that adversely affect the local supply of teachers
within districts like CPS. More research is needed to fully understand the factors associated
with these results.

auljadid Jayoea| ma ay} jo Aydesdosy ay|

http://ierc.education 47




ERC

References

Associated Colleges of Illinois. (2015). Toward a more diverse teaching force. Success in High-Need Schools Journal, 11(2), 14-45.

Aud, S., Fox, M. A., & KewalRamani, A. (2010). Status and trends in the education of racial and ethnic groups (NCES 2010-015).
Washington, DC: U.S. Department of Education, National Center for Education Statistics.

Barron’s. (2003). Profile of American colleges. Woodbury, NY: Barron’s Educational Series, Inc.

Boser, U. (2011). Teacher diversity matters: A state-by-state analysis of teachers of color. Washington, DC: Center for American
Progress. Retrieved from http://www.americanprogress.org/wp- content /uploads/issues/2011/11/pdf/teacher_diversity.

pdf

Boyd, D., Dunlop, E., Lankford, H., Loeb, S., Mahler, P, O’Brien, R., & Wyckoft, J. (2012). Alternative certification in the long
run: A decade of evidence on the effects of alternative certification in New York City. Retrieved from http://www.aefpweb.
org/sites/default/files/webform/Alternative%20Certification%20in%20the%20Long%20Run%20AEFP13]an2012.pdf

Boyd, D., Lankford, H., Loeb, S., & Wyckoff, J. (2005). The draw of home: How teachers’ preferences for proximity disadvantage
urban schools. Journal of Policy Analysis and Management, 24(1), 113-132.

The Geography of the New Teacher Pipeline

Cannata, M. (2010). Understanding the teacher job search process: Espoused preferences and preferences in use. Zeachers College
Record, 112(12), 2889-2934.

Caneva, G. (2015). End Chicago’s teacher residency rule. Catalyst Chicago, February 24, 2015. Retrieved from http://catalyst-
chicago.org/2015/02/end-chicagos-teacher-residency-rule/

DeAngelis, K. & Presley, J. (2007). Leaving schools or leaving the profession: Setting Illinois’ record straight on new teacher attrition
(IERC 2007-1). Edwardsville, IL: Illinois Education Research Council.

DeAngelis, K., White, B., & Presley, J. (2010). The changing distribution of teacher qualifications across schools: A statewide
perspective post-NCLB. Education Policy Analysis Archives, 18(28). Retrieved from http://epaa.asu.edu/ojs/article/
view/722

Dee, T. (2004). The race connection: Are teachers more effective with students who share their ethnicity? Education Next. 4(2),
52-59.

Eliasson, K., Lindgren, U., & Westerlund, O. (2003). Geographical labour mobility: Migration or commuting? Regional Studies,
37(8), 827-837.

Engel, M., Jacob, B., & Curran, E (2014). New evidence on teacher labor supply. American Educational Research Journal, 51(2),
403-434.

Evans, M., & Rosenthal, J. (2010). Probability and statistics: The science of uncertainty. New York: W.H. Freeman.

Frankenberg, E. (2012). Understanding suburban school district transformation. In E. Frankenberg & G. Orfield (Eds.), 7he
resegregation of suburban schools: A hidden crisis in American education (pp. 27-43). Cambridge, MA: Harvard University
Press.

Frankenberg, E., & Orfield, G. (2012). The resegregation of suburban schools: A hidden crisis in American education. Cambridge,
MA: Harvard University Press.

Goldhaber, D. & Hansen, M. (2010). Race, gender, and teacher testing: How informative a tool is teacher licensure testing?
American Educational Research Journal, 47(1), 218-251.

Goldhaber, D., Kreig, J., & Theobold, R. (2014). Knocking on the door to the teaching profession? Modeling the entry of
prospective teachers into the workforce. Economics of Education Review, 43(1), 106-124.

Hanushek, E., Kain, J., O’Brien, D., & Rivkin, S. (2005). 7he market for teacher quality. Working Paper 11154. Retrieved from
htep://www.nber.org/papers/w11154

Ilinois State Board of Education. (2013). lllinois professional teaching standards. Springfield, IL. Retrieved from http://www.isbe.
net/peac/pdf/IL_prof_teaching_tds.pdf

48 IERC 2015-1



Ilinois State Board of Education. (2008). lllinois teacher salary study, 2007-2008. Retrieved from http://www.isbe.net/research/
pdfs/teacher_salary_07-08.pdf

Illinois State Board of Education (n.d.a.). 23 Illinois Administrative Code 25. Springfield, IL. Retrieved from http://www.isbe.
net/rules/archive/pdfs/25ark.pdf

Ilinois State Board of Education (n.d.b.). A profile of lllinois public schools in 2013-14. Springfield, IL. Retrieved from http://

www.isbe.net/reports/annual14/schools.pdf

Lankford, H., Loeb, S., & Wyckoff, J. (2002). Teacher sorting and the plight of urban schools: A descriptive analysis. Educational
Evaluation and Policy Analysis, 24(1), 37-62.

Lazear, E. 2. (2003). Teacher incentives. Swedish Economic Policy Review, 10(2), 179-214.

Lichtenberger, E. J., & Dietrich, C. (2012). College readiness and the postsecondary outcomes of Illinois high school students (IERC
2012-1). Edwardsville, IL: Illinois Education Research Council.

auljadid Jayoea| ma ay} jo Aydesdosy ay|

Loeb, S., Kalogrides, D., & Horng, E. L. (2010). Principal preferences and the uneven distribution of principals across schools.
Educational Evaluation and Policy Analysis, 32(2), 205-229. doi: 10.3102/0162373710369833

Martin, R. L. (2000). Local labour markets: Their nature, performance, and regulation. In M. P. E Gordon, L. Clark, & M.
S. Gerthler (Eds.), 7he Oxford handbook of economic geography (pp. 455-476). Oxford, UK: Oxford University Press.

National Center for Education Statistics. (2009). Characteristics of public, private, and Bureau of Indian education elementary and
secondary school teachers in the United States: Results from the 2007-08 schools and staffing surveys NCES 2009-324).
Washington, DC: Institute for Education Statistics, National Center for Education Statistics. Retrieved from hetp://
nces.ed.gov/pubs2009/2009324/tables/sass0708_2009324_t12n_03.asp

Northern Illinois University. (2014). llinois interactive report card: State student demographics and characteristics—race/ethnicity
(2000-14). Retrieved from http://iirc.niu.edu/Classic/State.aspx?source=About_Students&source2=Race%2FEthnicity

Reichardt, R. (2000). 7he movement of teachers during the first year of CSR in California. Mid-Continent Research for Education
and Learning working paper, Aurora, CO.

Reininger, M. (2012). Hometown disadvantage? It depends on where youre from: Teachers’ location preferences and the
implications for staffing schools. Educational Evaluation and Policy Analysis, 34(2), 127-145.

Rivkin, S. G., Hanushek, E. A., & Kain, J. E. (2005). Teachers, schools, and academic achievement. Econometrica, 73(2), 417-458.

Rosenbaum, P. R., & Rubin, D. B. (1985). Constructing a control group using multivariate matched sampling methods that
incorporate the propensity score. 7he American Statistician, 39(1), 33-38.

Scafidi, B., Sjoquist, D. L., & Stinebrickner, T. R. (2007). Race, poverty, and teacher mobility. Economics of Education Review,
26(2), 145-159.

Schmidt, M. (2008). The sankey diagram in energy and material flow management part I: History. Journal of Industrial Ecology,
12(1), 82-94.

Smalley, D. J., Lichtenberger, E. J., & Brown, K. S. (2010). A longitudinal study of the lllinois high school class of 2002: A six-year
analysis of postsecondary enrollment and completion IERC 2010-3). Edwardsville, IL: Illinois Education Research Council.

Vegas, E., Murnane, R. J., & Willett, J. B. (2001). From high school to teaching: Many steps, who makes it? Zeachers College
Record, 103(3), 427-449.

Villegas, A. M., & Irvine, J. J. (2010). Diversifying the teaching force: An examination of major arguments. Urban Review, 42,
175-192. doi: 10.1007/s11256-010-0150-1

Wehrly, T. (2010). Statistics 630. College Station, TX: Texas A&M.

White, B., DeAngelis, K., & Lichtenberger, E. (2013). ke student has become the teacher: Tracking the racial diversity and academic
composition of the teacher supply pipeline IERC 2013-3). Edwardsville, IL: Illinois Education Research Council.

http://ierc.education 49



The Geography of the New Teacher Pipeline

ERC

Summary of The Student Becomes the Teacher

(White, DeAngelis, & Lichtenberger, 2013)

Our previous study investigated how each stage in the
new teacher supply pipeline affected the composition
of the K-12 public school teaching force in lllinois, with
particular attention to academic skills and racial/ethnic
diversity. The substantive findings from this study are
summarized below:

Only a small percentage (3.2%) of lllinois public
high school students across two high school
cohorts became public school teachers in the state
by roughly a decade after high school. Somewhat
surprisingly, the transition from certification to teaching
appeared to be one of the most critical stages in this
pipeline. Although more than one in five (21.4%)
bachelor’s degree completers from these cohorts
earned teacher certification, less than half (45.5%) of
these certificants actually ended up teaching in lllinois
public schools.

The students who became teachers differed
substantially from those who did not become
teachers. The teachers who emerged from these
cohorts were stronger academically but much less
racially/ethnically diverse than their high school peers.
Teacher certificants had notably weaker academic
qualifications compared to other bachelor’s degree
earners, but those who actually became teachers were
quite similar academically to non-teaching college
graduates. However, the teachers from these cohorts
were also considerably less racially/ethnically diverse
than other four-year college completers.

Aspirations matter. That is, substantially higher
proportions of the students who aspired to become
teachers while in high school advanced to each
successive stage in the teacher pipeline, and more than
half of the aspirants who received bachelor’s degrees
continued on to earn teacher certification (compared

to fewer than one in six baccalaureate recipients who
did not aspire to teach while in high school). Moreover,
these differences continue to emerge even as individuals
transitioned from certification to the teaching stage,
indicating that high school aspirations play a large role
in the development of the teaching force all the way
through the employment stage.

The compositional changes to the teacher pipeline
by race/ethnicity and academic qualifications
occurred to a greater or lesser extent at each stage.
College enrollment and bachelor’s degree completion
also had a negative impact on racial/ethnic minority
representation, in part due to the stronger academic
preparation required at those stages and the relatively
weak academic backgrounds of non-Asian minority high
school students from these cohorts.” But, regardless

of academic preparation, minority high school students
still aspired to teach at lower rates, minority bachelor’s
degree recipients were less likely to have earned
teaching certificates, and minorities with teaching
certificates were less likely to become teachers in lllinois
public schools, compared to Whites—all indicating that
factors besides academic preparation also have a large
impact on the relatively low representation of minorities
among new public school teachers in lllinois.

Return to report

. Presley, J. B., & Gong, Y. (2005). 7he demographics and academics of college readiness in Illinois (IERC 2005-3). Edwardsville, IL: Illinois Education

Research Council.

50 IERC 2015-1



Supply and Demand for Teachers in Chicago

As previously discussed, students from CPS are less
likely than students from all other Illinois regions to enroll
in college, graduate from a 4-year college, and earn
teacher certification—even conditional upon making it
through earlier stages in the pipeline. Our ACT data

on student aspirations helps to explain some of these
findings. These data allow us to determine which
members of the cohorts aspired to enter into teaching
as either a career or major as they prepared to graduate
high school and they are identified as early teaching
aspirants. As shown in Table A, at least as early as their
Junior year in high school, students from Chicago were
greatly underrepresented among early teacher aspirants,
whereas those from the Chicago suburbs (Northeast
region) were somewhat overrepresented relative to the
distribution in these cohorts overall. All other regions
demonstrated near proportional representations of

high school graduates to teacher aspirants. Table A
also provides a comparison of the regional origin of
teachers with the initial distribution of all high schoolers
in these cohorts. Note that the Chicago region is

times as many students (proportionally) from the other
regions of the state.

These data—coupled with research showing that
teachers prefer to work in close proximity to home or in
schools similar to those they attended—would seem to
suggest a severe shortage of teachers from Chicago
relative to the rest of the state. However, it is interesting
to note that students who graduated from CPS high
schools were still considerably less likely than teachers
from other regions to gain employment in lllinois public
schools—as shown in Table 2, only 38.4% of CPS
certificants transitioned to employment in lllinois public
schools, compared to more than 40% of certificants from
each of the other regions. In subsequent sections of this
paper we explore the characteristics and origins of CPS
teachers in more detail.

Table B. Number and Proportion of Students Who Became
Teachers in lllinois Public Schools, by High School Region

Became Teacher in IPS

considerably underrepresented among teachers N %
(4.3%) relative to their overall composition of students Overall 7,209 3.2
(13.6%). The proportion of teachers emerging from the Roeﬁ::: o 319 10
Northeast (60.6%), on the other hand, substantially North:ast 4,371 4:0
overrepresented their high school composition (49.0%). Northwest 678 392
East Central 498 2.9
Viewed another way, not conditional on progressing to West Central 540 3.1
preceding stages (See Table B), only 1% of all students Southeast 282 3.1
who originated from Chicago advanced to the teacher Southwest 521 2.7
stage of the pipeline, compared to about three to four
Table A. Proportion of Students by Aspirant and Teaching Status, by Region of Origin
Became IPS
Background Characteristics Aspirants Teachers
Geographic Region
% Chicago 13.6 7.3 4.4
% Northeast (excluding Chicago) 49.0 54.4 60.6
% Northwest 9.4 9.5 9.4
% East Central 7.6 7.7 6.9
% West Central 7.7 7.8 7.5
% Southeast 4.1 4.3 3.9 Return to report
% Southwest 8.4 8.9 7.2
N 225,196 25,899
% of High School Graduates Overall 11.5
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Appendix

Table A. Average Differences in Characteristics of Students in their Former High School
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5) Teaching Teaching in Same Region

P Teaching in Same

= in Same District or West East

RS Overall School Feeder CPS Northeast Northwest Central Central Southwest | Southeast

-E N 7,003 286 1,609 260 3,473 414 388 330 365 190

g) % White 78.90 77.35 68.70 18.1 5.8 88.2 92.2 90.6 90.8 94.1

éo.) % African American 7.35 8.45 12.73 37.0 10.5 4.6 5.5 5.9 6.9 4.1

@ % Latino 8.81 10.47 13.41 36.3 6.5 6.0 1.0 21 1.0 0.9

= % Asian 4.71 3.36 4.85 8.4 2.9 1.1 0.9 1.0 1.0 0.6
% LEP 2.14 2.26 2.64 4.4 9.2 24 0.1 0.2 0.0 0.1
% Low Income 15.08 17.5 23.72 66.0 105.5 17.2 19.4 17.7 16.7 28.2

Table B. Average Differences in Characteristics of Students in their First School of Employment

Teaching Teaching in Same Region
Teaching in Same
in Same District or West East
Overall School Feeder CPS Northeast Northwest Central Central Southwest | Southeast

N 7,003 286 1,609 260 3,473 414 388 330 365 190
% White 58.80 70.42 57.30 5.2 55.9 77 82.1 771 77.7 89.5
% African American 16.07 10.11 16.39 48.5 121 6.5 10.5 13.5 16.5 5.6
% Latino 18.27 13.69 18.90 424 229 11.1 3.0 4.6 2.0 1.6
% Asian 3.99 3.61 4.45 29 6.1 1.3 1.2 1.6 1.0 0.6
% LEP 7.47 3.94 8.55 15.1 9.2 4.7 3.0 2.7 1.9 2.7
% Low Income 44.20 37.11 47.45 88.2 34.9 434 48.2 45.8 43.8 54.0

Return to report
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